ABSTRACT As part of a developing country South African teachers need to be appropriately developed to meet the growing social and economic needs of the country. The National Policy Framework for Teacher Education and Development and the Integrated Strategic Planning Framework for Teacher Education and Development in South Africa are two initiatives to fulfil the dire need for quality teachers. Since little research has been done on aspects that are important for effective collaboration among teachers, this article attempts to answer the following research problem: How can professional learning communities in schools be implemented effectively to enhance the continuing professional development of teachers in South African schools? A dynamic model of professional learning communities is presented, showing how individual learning, professional development communities, a conducive school environment and networking lead to transformational change in teachers.
INTRODUCTION
Teaching is considered to be at the heart of school systems and the quality of teachers' practices at the root of quality education (Republic of South Africa 2008: 9) . This explains why the continuing professional development of teachers has received extensive international attention in endeavours to implement new and revised curricula, to improve the learning in schools within complex teaching environments and even to improve the overall performance of an education system (Centre for Development and Enterprise 2011: 13; Darling-Hammond et al. 2009: 3; Kitchen 2009: 58; Maistry 2008: 119; Mestry et al. 2009: 476; Murtaza 2010: 215; Nehring and Fitzsimons 2011: 515; Opfer et al. 2011: 194; Sigurðardóttir 2010: 395; Supovitz, et al. 2010: 34; West 2010: 95) .
The legacy of apartheid has severely impacted the culture of professional development among teachers in South African schools (Mestry et al. 2009: 476) . The Centre for Development and Enterprise (2011: 8) states that school systems in South Africa are 'underperforming' and that teachers are the main reason for the bleak performance of these schools. The study therefore concludes that "Teachers are at the centre of South Africa's struggling school system" (Centre for Development and Enterprise 2011: 29) . As such South Africa is in dire need of more and better qualified teachers.
Many countries, such as the Netherlands, Singapore, South Korea and Sweden, have established national requirements for teachers' continuing professional development (DarlingHammond et al. 2009: 17) . However, these 'experiences underscore the importance of on-the-job learning with colleagues as well as sustained learning from experts in content and pedagogy' since the focus is predominantly on individual learning (Darling-Hammond et al. 2009: 17) . Although Opfer et al. (2011: 210) claim that there is merit in individual learning, they argue that 'teacher learning is a dynamic process and cannot be understood by separating the professional development of teachers from the environments in which teachers undertake their learning' (Opfer et al. 2011: 196) . Sigurðardóttir (2010: 407) and Nehring and Fitzsimons (2011: 526) believe that isolated teaching practices are counterproductive for improving teaching practices, while interdependency is a requirement for teachers' collaborative learning and more effective teaching practices. West's study (2010: 101) also reveals that teacher collaboration assists in reducing polarisation within the school system, which in particular benefits those students who are not performing satisfactorily and who are on the periphery of the school system. According to Hirsh (2012: 64) , successful professional learning communities (PLCs) enhance the sharing of effective practices between teachers and are more likely to lead to improved student performance. Teachers' willingness to actively participate in conversations about issues around students' learning goals, teaching practices and students is critical to impact PLCs (Nelson et al. 2010: 175) . In line with this view, Chapman et al. (2010: 54) , Nelson et al. (2010: 175) and West (2010: 101) argue that PLCs among teachers may not only be the outcome of continuing professional development and collaboration, but that they may also enable professional learning, stimulate, support and sustain changes in practice and ultimately improve student performance. This view is succinctly supported by the South African National Policy Framework for Teacher Education and Development (Republic of South Africa 2007: 33): 'A professionally confident, fully capable and continually learning community of teachers is the necessary requirement for success. ' Teachers play a key role in the implementation of educational policies and need to be professionally equipped to meet the challenges associated with those policies. Such policies have often neglected to indicate the way in which continuing professional development programmes should be implemented in education systems (Bantwini 2009: 169; Gray 2005: 19; Pedder and Opfer 2011: 754) . As a result governments are searching for research that guides them in providing effective continuing professional development for teachers through appropriate systems and strategies in schools (Republic of South Africa 2008: 4; Pedder and Opfer 2011: 741) . Maistry (2008: 139) advocates that more studies need to be done to understand the conditions that would enhance and sustain collaborative structures for teachers in schools, especially in a developing country such as South Africa. It is noteworthy that the 'Schools and Continuing Professional Development in England -State of the Nation' policy of 2008 in England has changed the main purpose of continuing professional development from a focus on the professional development of individual teachers to a system where schools are supported in their improvement priorities which are targeted at policy implementation and its effective management (Pedder et al. 2010: 367) . School systems in the USA have also identified collaborative learning as a main strategy to ensure effective professional growth among teachers (Darling-Hammond et al. 2009: 4) . Little research has been done on aspects that are important for effective teacher collaboration and networking (Katz and Earl 2010: 27-28) . The studies of Muijs et al. (2010: 24) and West (2010: 109) therefore call for research that can aid PLCs, collaboration and interdependence in schools, since this approach has the potential to ultimately enhance teacher and student learning.
Findings from previous studies show that the low ranking of the usefulness of most professional development programmes is a sign of the inappropriateness of many of these programmes in South Africa (Steyn 2009 (Steyn , 2010 . The studies of Steyn (2008 Steyn ( ,2009 Steyn ( , 2010 Steyn ( , 2011 report on various aspects of teachers' continuing professional development, in particular prior to the implementation of the National Policy Framework (Republic of South Africa 2007), but do not explicitly focus on understanding effective PLCs for the sake of teachers' professional development, particularly since the policy has been mandated from 2011. The Teacher Development Summit of 2009 expressed the need to identify suitable models of continuing teacher development in South Africa (Republic of South Africa 2011: 88). The question that emanated from this concern was: How can the continuous professional development of teachers be enhanced through teacher professional learning communities in schools?
Continuing Professional Teacher Development in South Africa and Its Enforced Compliance
Due to the legacy of apartheid that led to many teachers' poor content knowledge and social inequality, South Africa 'urgently needs more and better teachers' (Centre for Development and Enterprise 2011: 4) . Although there has been an improvement in terms of formal qualifications, many South African teachers are 'poorly trained and utilised' and the poor performance of South African teachers is the main reason for the bleak performance by many schools in South Africa (Centre for Development and Enterprise 2011: 4). Moreover, this legacy has severely affected the culture of continuing professional development in schools (Mestry et al. 2009: 476) .
In line with international trends, the provision of continuing, individualised and modified professional development opportunities for all teachers has become a key priority in South Africa (Armour and Makopoulou 2012: 337 Continuing professional development is mandatory for all registered South African teachers and aims to acknowledge and encourage (1) individual teachers' endeavours to improve their own learning and develop themselves professionally (2) teachers' participation in collectively developing themselves and improving learning within their schools; and (3) teachers' participation in professional development programmes offered by employers, unions and others to improve their learning and develop themselves (Republic of South Africa 2008: 5). The focus of this article is therefore on enhancing the collaborative learning of teachers.
Teachers must accumulate 150 professional development points within a three-year period (Republic of South Africa 2008: 5). These points are used to assign a numerical value to a particular professional development activity (Repub-  Teacher priority activities that include those activities that teachers choose for their own professional development for improving their own professional practices, such as attending union and learning area meetings, doing research, assessing national examinations and attending workshops from their own funds.  In school priority activities school leadership and staff collectively undertake development activities for the sake of whole school development which is considered to be the institutional conditions for improving teaching and learning, such as attending staff meetings, participate in school fund raising projects and attend and participate in curriculum workshops.  Profession priority activities are directly linked to promote the professional status, commitments and practices of teachers in areas of which require development, such as attending workshops presented by accredited bodies and enrolling for formal qualifications from higher education institutions. It is important that teachers be involved in all three categories in order to accumulate the necessary points. The implementation of the professional development points system will be completed by January 2014 (South African Teachers' Union 2009). The South African Council for Educators (SACE) as a statutory body is responsible for implementing, managing and ensuring the quality of the continuing professional development system (SACE 2011b: 9) .
Conceptual Perspectives on Professional Learning Communities
Studies reveal that continuing professional development of teachers is complex, which explains why questions remain on how to conceptualise teachers' continuing professional development for the sake of meaningful learning improvement (Armour and Makopoulou 2012: 338; Kitchen 2009: 59; Sigurðardóttir 2010: 397) . One reason may be that teachers' professional learning is shaped by the different classroom contexts in which teachers work. These, in turn, are shaped by their school culture and the society and community in which they teach (Timperley 2008: 6) .
Literature reveals a number of theories that shed light on understanding the development of adults' knowledge and skills (Grado-Severson 2007: 75; Ntapo 2009: 17) . Theories of adult learning and constructivist learning explain how adults can be assisted when engaging in their own continuing professional development (Grado-Severson 2007: 75) . Drawing on the adult learning theories of Kegan (1994) and Knowles (1984) , significant principles emerge that underpin adult learning theories. These include the following: (1) Adults' personalities, needs, learning styles, work and life experiences influence their views on education, learning and ultimately continuing professional development; (2) Adults want to understand why it is necessary to learn something and require their learning to be of value and meaningful; (3) Both physical and psychological changes need to be acknowledged in adult learning; (4) To support adult learning social culture and social context need to be understood; and (5) Adults learn through experiences and approach learning in the form of problem-solving (Grado-Severson 2007: 76). To be effective developmental programmes need to respect adult learning principles that emphasise the construction of a personal understanding of an environment by means of reflection, interaction and action (Ntapo 2009: 17) . A constructivist approach to teachers' learning focuses on learning that is negotiated through a collaborative social activity (Chalmers and Keown 2006: 148; Ntapo 2009: 17) . It therefore seems that through shared meaning individuals within teams and groups learn and develop, and thereby incorporate both individual and social learning.
In line with social constructivism, Wenger's social learning theory focuses on learning as both an active and social involvement (Wenger 1999: 31) with the concept 'community of practice' at the centre of the theory (Ainscow 2010: 78 ). Wenger's theory implies that learning should be an essential part of an individual's involvement in organisations and communities of practice. Wenger (2000: 229) considers the notion of communities of practice as a condition for learning to occur that involves the creation and transfer of knowledge which is at the core of meaningful learning. Communities of practice within organisations develop when staff members as a social group are engaged in a process of sustained and shared collective learning (Wenger 2007: 1; Ainscow 2010: 78) . This implies that the members in a community of practice need to trust one another and to provide opportunities to address and share practical problems (Wenger 2000: 230) .
The communities of practice framework of Wenger has been viewed as a suitable way of describing collaborative initiatives where teachers have the opportunity to apply new strategies and reflect on these outcomes (Butler et al. 2004: 437; Desimone 2009: 182) . It essentially focuses on the premise that individuals' construction of knowledge does not occur in a vacuum, but that constructing knowledge, skills, attitudes and beliefs is culturally and socially situated (Pedder et al. 2005: 215) . Moreover, Maistry (2008: 132) believes that more meaningful teacher development occurs when teachers collaborate in ongoing and intensive interactions with their colleagues.
Other studies show that learning within organisations is repeatedly presented on two levels, the individual and the collective level. They maintain that individual learning is a crucial but an inadequate requirement for collaborative learning in organisations and organisational development (Chalmers and Keown 2006; Lee and Roth 2007) . These findings suggest that combining learning as personal construction and learning as collaborative and workplace participation 'points towards more effective ways of understanding and improving learning' (Hodkinson and Hodkinson 2005: 114) . In this regard Erichson (2007: 1) states: '[Learning] involves participation in constructive discourse to use the experience of others to assess reasons justifying these assumptions, and making an action decision based on the resulting insight. ' Hirsh (2012: 64) elaborates on this view by stating that effective learning in communities requires three concepts: (1) Professionals: Who will participate in the community? Professionals include school leaders, teachers and other staff; (2) Learning: What is the work of the professional community? The needs of professionals in the learning community are paramount and their learning should cover both the knowledge and skills necessary to meet their identified needs; and (3) Community: How are professionals organised to achieve the set objectives? This implies that professional communities need to provide appropriate structures and processes to enhance learning and accelerate performance (Hirsh 2012: 64) .
The influences on teachers' professional learning cannot be studied in isolation since the features of continuing professional development activities, individual learning orientation and school-level learning orientation all mediate teachers' learning (Pedder et al. 2010: 389; Opfer et al. 2011: 196) . Individual teachers need to develop certain skills for the sake of their own learning and development. They are encouraged to reflect on their teaching practice and to review their practices through various lenses for the sake of improved practice and to realise the benefits of collaborative continuing professional development (Katz and Earl 2010: 31; Printy 2010: 115) . Pedder et al. (2010: 389) explain that teachers' values and practice endorsed at individual teacher level are re-endorsed at school level where collective and socially constructed conditions for professional learning (a school-level orientation) are created. School-level influences include the school context and conditions that sustain teaching and learning, the role of leadership, the shared beliefs and views about learning, the shared norms of practice or the practices that exist within the school and the shared capacity to accomplish shared learning goals (Pedder et al. 2010: 389; Sigurðardóttir 2010: 407) . As such Pedder and Opfer (2011: 196) argue that teacher learning occurs primarily as the outcome of their interaction of collective beliefs, support and systems, which have a major impact on their individual learning. This means that professional learning can only be understood when understanding the role which the school plays in teachers' learning (Pedder and Opfer 2011: 196) .
New models on PLCs are emerging (Katz et al. 2008: 112) . So-called communities of practice (Ainscow 2010: 77) , learning team model (Chappuis et al. 2009: 57) , professional networks and affiliation networks (Smith and Wohlstetter 2001: 501) , workplace learning (Hodkinson and Hodkinson 2005: 128) , networked learning communities (Katz and Earl 2010: 27) and collaborative practices (Chapman and Allen 2006: 291) are concepts used to describe professional learning among teachers. Such models support the idea that the knowledge of individuals is not constructed in a vacuum, but that such construction is rather culturally and socially situated (Butler et al. 2004: 438) . Chappuis et al. (2009: 57) advocate a learning team model of professional development to enhance 'deeper, ongoing teacher-directed learning' which removes teacher isolation as a barrier to effective professional development and quality teaching (Printy 2010: 125) . Printy's study shows the power of professional communities in schools and supports the fact that teacher isolation is an 'anathema' to quality teaching (Printy 2010: 125) . The models on collective learning focus on a deeper, more continually, collaborative, on-the job teacher-directed learning which is required for teachers' effective growth (Chappuis et al. 2009: 57; Darling-Hammond et al. 2009: 2) . Professional learning through collaboration is regarded as in 'intensive interaction that engages educators in opening up their beliefs and practices to investigation and debate' (Katz and Earl 2010: 30) . Based on research literature, a set of characteristics that constitutes PLCs can be identified: A shared vision for learning and the shared responsibility for student performance; a primary focus on teaching and learning; a focus on continuous improvement; collective investigation of teaching practice; reliance on reflection, experimentation and dialogue in practice; scheduled opportunities for collaboration; and a sincere commitment to effective learning for all students (Nehring and Fitzsimons 2011: 515; Sigurðardóttir 2010: 397) .
METHODOLOGY
A qualitative research design involving a conceptual study was deemed the most appropriate for the study. The purpose was to add to the existing body of knowledge and understanding of the phenomenon of peer collaboration in implementing continuing professional development in the National Policy Framework (Republic of South Africa 2007) and the Integrated Strategic Planning Framework (Republic of South Africa 2011a) more effectively (Nieuwenhuis 2010: 71) .
Data collection methods therefore involved a review of official documents (Strydom and Delport 2011: 377) and literature on continuing professional development (Nieuwenhuis 2010: 82) , in particular on PLCs through teacher collaboration and teacher networks. A theoretical foundation of PLCs could deepen and inform the implementation of such communities for the sake of teachers' effective continuing professional development and ultimately improve school performance and student learning. The research problem was therefore approached from a prag-matic perspective, since the effectiveness of the implementation of continuing professional development in school practice was viewed as very important. This is also in line with Mundry (2005: 14) , who states that education managers and policy makers should invest in these more 'practice-based' approaches to professional learning for teachers. Data analysis of the collected official documents entailed a content analysis, which is regarded as a systematic approach to analyse qualitative data (Nieuwenhuis 2010: 101; Strydom and Delport 2011: 384) .
FINDINGS AND DISCUSSION

Guidelines for Professional Learning Communities in Schools
Continuing professional development is viewed as a dynamic, job-embedded, classroomfocused, supportive, collaborative and ongoing process that actively involves teachers in learning and development opportunities (Hunzicker 2010: 2; Murtaza 2010: 213) . This view explains why traditional approaches to continuing professional development, which usually include one-day workshops where teachers are provided with information that they need to apply in practice, have been criticised (Chappuis et al. 2009: 57; Hunzicker 2011: 177 ; Republic of South Africa 2011b: 88). Such programmes may raise the awareness of certain topics or create a foundation of knowledge, but do not lead to sustained continuing professional development or improved practice (Chappuis et al. 2009: 57; Hunzicker 2011: 177) .
As mentioned before, many educational systems are developing collaborative approaches through formal professional learning networks to improve the quality of schooling (Chapman et al. 2010: 56; Muijs et al. 2010: 6; West 2010: 101) . Such approaches to teachers' learning acknowledge that shared learning activities may lead to new learning which ultimately impacts practices and leads to school improvement (Katz and Earl 2010: 28; Muijs et al. 2010: 7; West 2010: 101) .
The study of Katz and Earl (2010: 43) conclusively shows that schools are the places where 'new knowledge and conceptual change operate to change how teachers and head teachers/ principals think and act', thus improving student performance. However, the social school climate, appropriate school structures to promote collaboration, shared leadership, mutual support for continuing professional development and cultural factors such as the beliefs of staff and leadership in schools may impact professional learning (Sigurðardóttir 2010: 397; Moloi et al. 2002: 93) .
Based on the conceptualisation of PLCs, the following serve as guidelines in expanding continuing professional development opportunities through collaborative learning for teachers:
A Clear Learning Focus on and Commitment to Professional Learning
An accurate learning focus of PLCs is based on proof that they can have a meaningful impact on both daily classroom practices and student performance and acknowledge the context, needs and history of that particular school (Desimone 2009: 182; Hunzicker 2010: 5; Katz and Earl 2010: 29; Katz et al. 2008: 128) . That is why Hunzicker (2011: 178) and as well as Pedder and Opfer (2011: 754) propose that continuing professional development programmes should be mainly schoolbased and focus on teacher learning processes and how to improve teachers' practice.
In their study Katz and Earl (2010: 41, 42) found that only through teachers' 'intensive involvement' in PLCs did significant positive changes in school practices occur which led to improved student performance. However, mere membership of such communities is not sufficient to improve school or student performance (Katz and Earl 2010: 42) . Teachers instead require rigorous, job-embedded, 'hands-on' opportunities to build their knowledge of the subject content and skills to teach students in collaboration with colleagues (Darling-Hammond et al. 2009: 10) . This type of learning is embedded in teachers' daily work where they obtain new knowledge and skills, apply them in practice and from their experiences acquire more knowledge (Sigurðardóttir 2010: 397) .
One crucial feature of effective continuing professional development and teachers' active involvement in PLCs lies in teachers' sincere commitment and willingness to participate and learn in learning communities (National Comprehensive Centre for Teacher Quality 2011: 5; Mestry et al. 2009: 488; Moloi et al. 2002: 93; Ntapo 2009: 43) . Katz and Earl (2010: 43) refer to the necessity of 'changes in the hearts and minds' of teachers before real changes can occur in their own and students' learning.
It is also important that teachers value the learning content and realise the possibility of integrating what they have learnt into their classroom practice (Hodkinson and Hodkinson 2005: 122) . These aspects are also in line with adult learning theories where teachers need to acknowledge the value of learning as well as other models of collaboration that propose that the construction of an individual's knowledge and skills does not occur in a vacuum, but that it is culturally and socially situated (Chappuis et al. 2009: 57) . Implied in a collaborative focus and collective commitment among teachers is the existence of conducive relationships among colleagues. Ainscow (2010: 88) believes that successful PLCs require new relationships and thinking at school level. Such relationships form the basis of learning communities and allow staff to work together in such a way that will exceed any individual accomplishment (Katz and Earl 2010: 29) . Through suitable professional relationships, teachers create a sense of shared responsibility and a common language, and are able to create the necessary channels for communication (Katz and Earl 2010: 29-30; Katz et al. 2008: 118; Supovitz et al. 2010: 35) . This also contributes towards improved communication, respect and trust within a collegial school atmosphere (Bezzina 2002: 79) . When supportive interactions in professional communities among teachers occur, such teachers may be able to assume roles such as mentor, mentee, expert and facilitator (Louis et al. 2010: 319) .
Conducive Relationships in Professional Learning Communities
Conducive relationships between teachers provide opportunities for teachers to remove isolation as a barrier to the quality of education. Moreover, for teachers to engage solely in individual learning opportunities separated from their colleagues, with no follow-up or feedback, is ineffective for teacher development (National Comprehensive Centre for Teacher Quality 2011: 7). A conducive professional relationship among colleagues supports the social learning theory of Wenger where staff members as a social group form the foundation for meaningful learning (Wenger 2000: 229) . PLCs, however, include more than mere relationships, since they refer to intensive interaction in which teachers are engaged so that their practices and beliefs can be investigated and debated (Katz and Earl 2010: 30; Katz et al. 2008: 118) .
Professional Learning Communities for Schools
Professional collaborative learning in schools denotes an important aspect of 'deep structures' of learning (Pedder and Opfer 2011: 742) and is a crucial requirement for effective professional learning and school improvement (Chapman et al. 2010: 54; Republic of South Africa 2011b: 75; Desimone 2009: 184; Hunzicker 2011: 178; Ntapo 2009: 28) . Workshops, which are often decontextualised from classroom practice with limited collaboration among teachers, rarely impact teacher learning or their teaching practice (Pedder and Opfer 2011: 754) . This implies that schools need to guide teachers to participate in appropriate continuing professional development programmes and to support and provide access to such programmes (Opfer et al. 2011: 196; Pedder et al. 2010: 389) . Furthermore, such continuing professional development opportunities should also provide for active learning with the necessary follow-up as well as feedback to promote change in teachers' practice (National Comprehensive Centre for Teacher Quality 2011: 6).
To implement the professional learning team model in schools the following should be considered:
 Create a Clear Understanding of PLCs: Schools need to create a clear understanding of the professional learning team process in which teams work collaboratively to enhance classroom practice (Pedder and Opfer 2011: 754) . Moreover, as long as teachers view a PLC as an 'option' which they can ignore or use, school-wide change is unlikely to happen (Chappuis et al. 2009: 57; Nehring and Fitzsimons 2011: 527) . For effective professional learning to occur, regular opportunities to work collaboratively are required (Nehring and Fitzsimons 2011: 524) , which can be scheduled in the school's annual programme (Republic of South Africa 2011b: 82). School days can also be rearranged to allow school-secured time for teachers to collaborate by means of, inter alia, staff meetings, training les-son planning, workshops or expert facilitators (Reyes and Wagstaff 2005: 111) . At structural level this implies that schools need to develop suitable collaborative structures that will enhance teachers' professional learning (Pedder and Opfer 2011: 754) .
 Identify Suitable Facilitators for PLCs:
Schools need to identify suitable facilitators who are able to facilitate discussions, to assist in transferring acquired knowledge into the classroom and to select appropriate learning activities that match the teams' needs (Chappuis et al. 2009: 57) . The focus should be on long-term, ongoing continuing professional development activities instead of short-term quick fixes.
 Create a Safe, Supportive Environment for
PLCs: Teachers in the same school should share problems, knowledge and skills during interactive continuing professional development opportunities within a safe, supportive environment (Armour and Makopoulou 2012: 342; Harwood and Clarke 2006: 29; Hunzicker 2010: 6; Printy 2010: 125) . In such communities teachers should have the opportunities to share their experiences of students' learning and classroom materials and also obtain feedback on their teaching practice within a supportive environment (Maistry 2008: 132; National Comprehensive Centre for Teacher Quality 2011: 5) . Once teachers are involved in a 'dynamic process of interpretation and evaluation of practice', they promote their own practice and that of the profession (Katz and Earl 2010: 30) . It is important to realise that collegial interactions may not be enough to change the status quo (Katz and Earl 2010: 43) . The type of interaction that may influence knowledge creation and conceptual change includes collegial dialogue between teachers who openly share their differing opinions, values and views regarding teaching (Katz and Earl 2010: 45) . Collegial dialogue explores teaching and learning more deeply instead of consisting of 'congenial conversations' which are more superficial in nature (Nelson et al. 2010: 175) . To be effective, collegial dialogue assumes a level of personal confidence and trust which allows teachers to be willing, honest and transparent to review their own practices and beliefs (Katz and Earl 2010: 45; Katz et al. 2008: 118) . For this to occur, a 'cycle of inquiry' is required on a particular topic, in which they identify a shared vision for that aspect and then start identifying gaps in this vision and their current practice (Nelson et al. 2010: 175 ). Such acquired knowledge should then be implemented and its impact on student learning determined by collecting and analysing classroom-based information.
 Involve Principals in PLCs: Schools and school leadership need to play an important role in supporting the professional learning of teachers (Pedder and Opfer 2011: 743) and to increase the depth of collaborative dialogue in PLCs (Nelson et al. 2010: 178) . Principals exert greater impact on teachers' practice when they work jointly with teachers on aspects that influence their classroom practice (Printy 2010: 113) . Nehring and Fitzsimons (2011: 518, 524) , Printy (2010: 113) and Timperley (2008: 20, 22) regard it as the responsibility of school leaders to provide appropriate professional learning for teachers. This responsibility includes three leadership roles to ensure that teachers' learning is focused and ongoing: (1) Developing a vision for teachers' professional development for the sake of teachers' learning, improved student performance and school improvement (Masitsa 2005: 212; Supovitz et al. 2010: 34) ; (2) Leading teachers' learning by helping them to understand new developments and by engaging them constructively in disagreements. These activities include experimenting with and changing the classroom practice; acting on feedback from colleagues and pupils; mentoring; inschool workshops based on research findings; self-evaluation; collaborative research and participation in teacher networks (Pedder and Opfer 2011: 746) ; (3) Providing and organising well-managed, productive learning opportunities for the sake of prolonged and in-depth professional learning (Moswela 2006: 630) . This implies that strategic planning is required for the development and support of an expansive learning environment in schools (Hodkinson and Hodkinson 2005: 127) . Verification of teachers' development is also required so that strategies can be amended and changed for the sake of effective Pedder et al. (2010: 34-36) show a significant relationship between certain school factors, such as support for teachers' learning and collaboration and the level of teachers' learning. This implies that schools that strive to develop and sustain the quality of their teachers need to design and develop appropriate processes and practices for teacher learning (Pedder 2006: 175; Pedder and Opfer 2011: 195) .
Creating such conditions proves to be difficult for some schools and not all schools may acknowledge the necessity to create such learning environments (Pedder and Opfer 2011: 195) unless they are compelled to do so.  Network with Other Schools: Networking among the teachers of different schools has the potential to widen the scope for teachers to engage and have access to diverse teaching practices and also to enhance opportunities for teachers to be involved in problem-solving and to create the transfer of knowledge (Pedder and Opfer 2011: 743) . West (2010: 96) believes that schools have been viewed incorrectly and that individual schools should rather be viewed as 'untapped resources' in the education system to improve their quality. Schools that develop network opportunities which are more equal and collegial than 'a simple good school-weak school combination' seem to enhance the quality of schooling (Chapman et al. 2010: 69) . These schools consequently succeed in developing firm interdependent relationships among teachers who learn from one another and who work on a common task, such as developing the curriculum and planning timetables (Ainscow 2010: 78; Chapman et al. 2010: 69) . Once individual teachers actively engage in these PLCs, they serve as 'connectors' of schools to networks and vice versa (Katz and Earl 2010: 29) . Engaging poor-performing schools in collaborative, networking approaches may be challenging for reasons that include tension, fear, suspicion or a history of isolation between staff members (Chapman and Allen 2006: 298; Chapman et al. 2010: 62; Muijs et al. 2010: 6; West 2010: 101) . This implies that networking between schools needs to be negotiated to allow the identification of appropriate strategies for improvement (Chapman and Allen 2006: 298) . The success of the collaboration will depend on the mutual trust between staff members and their willingness to work together (Chapman and Allen 2006: 298; West 2010: 103) .
The aspects outlined above can be depicted in Figure 1 , which shows how individual learning, professional development communities, a conducive school environment and networking lead to transformational change in teachers.
CONCLUSION
Previous literature on professional development focuses on teachers' learning as a predominantly individual process of construction, while the literature on professional learning emphasises learning through collaborative involvement in everyday school practices. It is therefore recommended that by merging these approaches and including the imperative role of a conducive school environment, the role of leadership and networking, the concept of an expanded, professional learning environment emerges that increases the potential for more effective teacher development and learning.
Collaborative learning in schools needs to be carefully planned and organised in such a way that teachers are regularly engaged and that all learners can benefit from this approach. Considering the discussion in this study, the following conclusions can be made:
 Although studies confirm the important role that teacher collaboration plays in increasing school and student performance, there are barriers to achieve this. Isolation between teachers may hinder the development of such practices and therefore limit the opportunities for teachers to develop their professional knowledge and skills. As such, teacher isolation needs to be addressed for the sake of professional learning opportunities among staff members.  The need for professional learning opportunities in schools may vary depending on school contexts and teacher competence. Some schools may experience difficulties in developing professional learning opportunities. School leaders need to be assisted in developing appropriate collaborative structures in schools for the sake of improved teacher learning and classroom performance.  To extend professional learning among teachers in schools to network with other schools requires particular management skills, which include carefully selecting schools in networks and also developing a staff development strategy that will enhance collaboration among staff in these schools. Although professional learning has its challenges, learning opportunities with colleagues is an indispensable requirement to improve the quality of education in South Africa. Collaboration among teachers in schools may provide exposure to new ideas and opportunities to learn together and enhance their professional development. I agree with Katz et al. (2008:134) that 'explicit, conscious, and intentional strategies to support teachers in examining, understanding, and sharing practice within schools and across networks must be undertaken in order to help networks contribute to the cultivation of innovative knowledge communities'.
